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Abstract: The main objective of this study was to design and evaluate an experience for future teachers
focused on the participatory search for sustainability through role play so that outcomes related to
improving the way they see the world and their commitment to mitigate climate change could be
analysed. The study was carried out with a socio-critical focus, using a qualitative approach. To this
effect, semi-open interviews were conducted, and their results were codified and studied using content
analysis. The outcomes show that this type of educational experience can contribute to improving
commitment to climate change and new, more sustainable ways of understanding the world—starting
with improving the training of free-thinking, discerning people who are able to use information
and collaborate in solving socio-environmental problems. Proposals based on participatory and
experiential learning, fostering ethical considerations and the training of people who are more critical
and discerning, should be the basis of new models of Environmental Education for Sustainability that
seek to educate a society capable of addressing present and future socio-environmental challenges.
Keywords: environmental education; sustainability; teacher training; climate change; role play
1. Introduction
At the beginning of the 21st century, we find ourselves in the midst of a great environmental
and humanitarian crisis. Climate change (CC) is a paradigmatic example of the problems we face
nowadays. The search for its mitigation and adaptation can put us on the path to sustainability.
CC is one of the main socio-environmental problems, as noted by many international agencies [1,2]
that warn of the consequences our greenhouse gas emissions will have on the viability of the planet.
Already in 2012, the World Bank [3], a body not prone to radical policies, exposed the risks of this
change: “As global warming approaches and surpasses 2 ◦C, there is a risk of provoking non-linear
inflection points, with consequences such as the melting of Western Antarctica, an increase in the
rate of rising sea levels, the gradual demise of the Amazonian rainforests, [etc.]”. Likewise, the latest
report by the IPCC (2014) [4] on risks and potential impacts warns of different scenarios based on how
we evolve and adapt to CC, where the most optimistic situation—with the implementation of global
mitigation measures—already has significant consequences in people’s lives and that of the planet,
such as a decrease in freshwater resources, risks for coastal systems, and impacts on food production
and our health.
In addition, it must be taken into account that CC is part of a global environmental change which
is significantly influencing the functioning of the Earth’s system in many areas and is being driven
by the exponential growth of the human population and of human activities [5]. Together with the
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different processes involved in this global environmental change, CC represents a problem of enormous
environmental, social, economic, political, and heritage dimensions and represents a great challenge for
humanity [6]—one which should make us think about the need to change the current, unsustainable,
and ethically unfair development model [7,8].
To achieve a future scenario of low emissions [4], a change in economic and business policies is
necessary. This is progressing slowly with treaties such as the Paris Agreement, within the framework
of the United Nations Framework Convention on Climate Change. Of course, it is also vital that people
change their lifestyles, moving towards more sustainable and conscious habits.
In this transition, education plays a key role, as emphasised by the UN Sustainable Development
Goals [9]. However, authorities in the field, such as The Worldwatch Institute [10], note that education
is often designed to “train people to be employees and consumers,” exacerbating our current problems
and promoting consumerism as the dominant cultural context in which most students now grow up.
Therefore, the university, being responsible for the basic training of teachers (and many other
professionals), should get involved and be active in the search for new educational models within the
framework of sustainability [11,12]. Although there is concern for the environment among teacher
trainers, many of these initiatives base their curriculum focus on increasing teachers’ awareness of
environmental issues and environmental content knowledge, but few address key issues associated
with the need to change worldviews [13]. Thus, study has shown that the basic training of teachers has
important shortcomings regarding Environmental Education, sustainability, and climate change [14–17].
Likewise, there is a need for more experiences that focus on understanding learning processes and
the development of the capacities that people (and communities) need to help solve socio-environmental
problems, paying special attention to their cognitive and emotional responses and the influence of their
cosmovisions and complex belief systems [18]. In this framework, it is essential to redefine the new
educational scenarios, along with the roles of teachers and of all other people and organisations within
the educational community [19], leaving behind traditional approaches focused on instilling habits.
The main role of schools should be to influence the development of the capacities of students (and the
educational community), using ways of teaching where students acquire the courage, commitment,
and desire to get involved as active and responsible participants [20].
In this context, a didactic proposal for basic teacher training focused on the study of CC and
the participatory search for sustainability through role play was designed and carried out. The main
objective of the study was to evaluate, after this experience, improvement in the future teachers’
worldviews and their commitment to mitigating CC. This research was part of a larger study that also
examined the commitment of the participants to the integration in schools of environmental education
aimed at achieving sustainability in their future professional careers. The results of the aforementioned
study have been published elsewhere [21].
The Didactic Proposal Focused on Participatory Search for Sustainability
In the current scenario—tackling the problem of fossil fuel depletion and the consequences of
CC—students should be given support so they can become literate citizens capable of making informed
decisions regarding energy and consumption [22]. Thus, schools must prepare people to understand
socio-environmental problems such as these so that they can analyse them and look for new solutions
and more responsible and sustainable lifestyles.
For this reason, Environmental Education for Sustainability must be based on finding new ways of
looking at the world from a holistic and critical approach towards the prevailing socioeconomic models
and current lifestyles [23]. It is, therefore, a complex process that entails acquiring conceptual knowledge
but also developing competences, values, attitudes, aptitudes, and ways of behaving regarding social
interaction, collaboration, and dialogue [24,25]. For this reason, education that just provides information
about the environment is not enough; emotional, attitudinal, and action components must also be
considered, making it possible to expose the adopted models of action, values, and unconscious attitudes.
From this perspective, the design of this educational proposal was based on the suggestions of
authorities in the field [26]:
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• It uses methodologies based on the study of sustainability and solving relevant/real/close-to-home
problems, with approaches based on reflecting on the complexity of environmental issues with a
global perspective on the causes, consequences, and possibilities of action [19,27,28].
• It promotes information literacy and the development of critical thinking, facilitating the formulation
of critical questions, reflection, debate, and analysis of the world from plural and gender perspectives.
It pays special attention to the role of people in the system and the influence of sociocultural and
economic factors on their lifestyles [19,28–30].
• It makes exposing the adopted models of action, values, and unconscious attitudes possible, seeking
to encourage independent decision-making—showing responsibility towards the environment
and people—and the promotion of sustainable lifestyles [27,31].
• It promotes building self-knowledge in a social environment and the participation of students in
the process, seeking not only to motivate and teach but also to develop a democratic culture based
on dialogue and participation [28,32].
• It seeks to integrate the community and encourage the collaboration of people from the area,
fostering the creation of learning networks that encourage the transfer of learning [28,33].
Following these guidelines, a role play activity [34] based on a CC-related socio-scientific controversy
was specially designed for teachers in training and carried out via integration into a study programme
on didactics of Environmental Education for Sustainability [26]. Its phases are shown in Table 1.
Table 1. Phases of the role play activity on the socio-scientific controversy relating to climate change
(CC) and current lifestyles.
Phase Actions
I
I.1. Reading news related to CC (especially nearby causes and consequences), which the students
must compare and interrelate, promoting the development of prior ideas and doubts that will be
the driving force of the study.
I.2. Initiation of the role play activity with another news item on the installation of a new
alternative energy plant in the area, which raises the idea of the simulation of decision-making in
this case and taking on the different roles identified (local government, clean energy associations,
oil company alliances, land associations, the nuclear safety council, etc.).
I.3. Development of research questions and analysis of the situation
(science–technology–society–environment interrelationships) addressing issues such as the
following: causes and consequences of CC, uses of energy, possible ways of approaching the
problem (of a techno-scientific/social transformer nature), advantages and disadvantages, etc.
II
II.1. Search and critical treatment of information, consulting experts (local Non-Governmental
Organizations, environmental scientists, etc.) and watching documentaries.
II.2. Restructuring and collaborative synthesis of information, where each party involved prepares
their rationale based on the assigned role, encouraging the analysis of the information collected
and explaining the beliefs and values that are behind each position.
III
III.1. Preliminary reflection on certain fundamental issues of the case: Is exploiting alternative
energies a good solution? How is our behaviour related to the energy problem? How do political,
sociocultural, and economic factors influence our lifestyles? Are social transformation and the
consumerist model necessary?
III.2. Debate and consensus decision-making, based on difficulties and action priorities, which
address not only the question raised but also individual and community responsibility for the
problem. What can we do in our lives? How can we involve our families?
III.3. Shared evaluation and reflection on the learning process.
These controversies are an ideal context for students to get involved in complex issues, develop
new knowledge, and improve their scientific and environmental literacy [35]. They are based on the
idea that one of the main objectives of science education is to prepare people to take part in decisions
that affect their daily lives, such as their health, the appropriate use of new technologies, or the use of
energy [36].
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A proposal like this one, in addition, encourages democratic participation [37] and addresses the
ethical dimensions of socio-environmental problems, as “ethics and value judgments are behind almost
every decision that is connected to CC, including decisions taken by individuals, public and private
organisations, governments and groups of governments” [38], and it is one of the main potentialities
that must be addressed from university to combat CC, beyond technological and economic aspects [39].
When decision-making is framed around socio-scientific issues, students must face difficulties related
to cognitive operations and moral conflicts, such as accepting evidence that contradicts their own
thoughts [40], as personal values and worldviews have an important role in these processes—as noted
by various authors [41,42].
Other authors, nevertheless, also note difficulties when implementing this type of methodology.
Thus, students are not always able to develop autonomous learning [43] or may show perspectives
that are overly limited when representing complex problems [37] (aspects that were taken into account
in designing this experience).
2. Materials and Methods
This educational intervention was implemented throughout the second quarter of 2017 with
a group of 25 trainee teachers, divided into six cooperative teams formed on the basis of common
interests, taking the optional subject of “Environmental Education for Development” within the
Primary Education Degree of the Faculty of Physical Education and Sport Sciences in Pontevedra. Of
this group, 78% were women and 22% were men. Regarding age, 66% were aged between 18 and 22,
24% between 22 and 30, and 10% were over 30. These students had not received any specific training
on sustainability and CC during their time at university.
The study was conducted following a social-critical approach [44], based on a complex vision of
reality. This type of approach, framed in an educational context, tries to empower teachers and students
to think and to act in the interest of social and environmental justice, sustainability, and democracy [45].
In this case, the aim was to reflect and to improve the sustainable perspective of the future teachers’
worldviews in relation to the production and use of energy. So, emphasis was placed on critical social
thought, media literacy, and community problem-solving through a research activity [45].
In the study, a qualitative approach was used where the significance each person attributes to
their experience and, as a result of these, how they define it, how they understand it, and how they
explain it, was of interest [46]. To this effect, an intrinsic-type case study was carried out [46].
To add credibility to the study, data collection and analysis was carried out by two researchers
with a thorough insight of the context and who have spent a long time in the environment under
study. This facilitates a deep understanding of the study phenomenon and the transfer of details about
the location and people, giving credibility to the narrative [47]. In order to obtain a rich, solid, and
well-developed description, the triangulation of sources technique was used, comparing the accounts
of participants in the experience with different points of view and the triangulation of analysts with
feedback [47,48]. In addition, direct observation was carried out, and notes were taken of the entire
process of implementing the educational initiative (especially in the role play activity).
Thus, two weeks after developing the educational experience, semi-open, face-to-face interviews
were conducted with the future teachers, wherein relevant questions were asked regarding the
experience undertaken and their worldviews, especially on the subject of generating and mitigating
CC and of our development model (see Appendix A). The subthemes of the interview were selected a
priori and their choice was based on a review of the literature (establishing a series of main questions
that were complemented by secondary questions). This methodological approach can be adequate to
delve more deeply into people’s environmental convictions, experiences, and actions related to CC
and other socio-environmental problems [49,50]. Six people of the class group were interviewed—two
male students and four female students, who we will call Boris, Pablo, Estefania, Silvia, Maria, and
Ines—whose selection was made according to the following criteria: representativeness of the group,
gender, age, context (rural/urban), academic training, and their involvement in the classroom.
Sustainability 2019, 11, 4309 5 of 12
The data were processed by two analysts using an interpretive methodology [51], applying
codification and analysis of content. This technique is one of the most used for organising data obtained
in qualitative studies and it enables inferences to be drawn, as well as the systematic identification of
the specific characteristics of the messages [52].
3. Results and Discussion
3.1. Speaking about Climate Change
Following the experience carried out in the classroom, all the people interviewed said they were
aware of the importance of the current effects of climate change in their present and future lives. They
all talked about the effects they have noticed in their lives. Silvia said, “If you live in a big city you can
see it. When I go to Madrid I notice the heat when I’m approaching, and you can clearly see a cloud over
Madrid.” Inés also pointed out that in recent years they have not had any water in their village house,
and Estefanía commented that she has noticed how dry her skin feels. When we questioned them to see
if they thought it was an over-exaggerated problem, the great majority of the group answered no. Maria
pointed out that, “In fact nothing has been exaggerated, because nobody knows the consequences that
it may have; that is, the real consequences it may have is the great unknown. Everything depends on us
and I believe that it can’t be emphasised enough, what happens is that . . . people prefer not to believe it
because you see it on a small scale.” In fact, both Pablo and Silvia thought that it should be emphasised
more to raise greater awareness of the problem; Silvia said, “It’s better to show the most extreme data so
that people can see the limits we may reach.”
With reference to this, two of the people interviewed spoke of the influence that the people in
their circles who deny this problem had had on them and how that had affected their views on the
effects of CC before the educational experience. Estefania said, “One of the teachers who taught me in
secondary school put the idea into my head that CC did not exist,” and Ines recounted how a fellow
student spoke to her of “that CC invention that my husband and I are convinced has been made up by
paranoid conspiracy theorists.” Thus, the data extracted show that there is still a great tendency for
people to disagree on, and have conflicts about, the gravity of CC, which has also been shown by other
studies carried out in different countries [53,54], and that can affect students if they do not work in this
area specifically.
In addition, after the experience, students not only talked about the seriousness of the consequences
of CC but also seemed to be aware of the asymmetries and inequalities that occur where there are
areas that are more affected than others, especially in underdeveloped regions [4,55]. Maria explained,
“Obviously the fewer resources you have, the greater the impact will be.”
With reference to generating CC, mainly regarding the production and use of energy, the group
seemed to be aware of its problems. Thus, the decision taken at the end of the role play showed the
whole class’s commitment to a need for a change of model. During the interview, Estefania, Pablo, and
Boris expressed their concerns about the squandering of energy and spoke of the “need for a transition
towards clean energies.” Estefania asked herself, “How we are going to promote a change if we are
accustomed to our comfy lifestyles.” Furthermore, Silvia spoke of “how we need energy for everyday
living”. In addition, Ines was worried, mainly, about “the inequality that exists in accessing energy
depending on circumstances”.
The interviewees’ declarations seem to show a holistic view of energy-related issues. They talked
about their natural, social, and economic dimensions, which are crucial dimensions for teaching and
understanding socio-environmental problems in school. Likewise, the intervention seems to alleviate
the lack of a specific treatment of these dimensions in their future classrooms, a problem reported by
authors such as Herman, Feldman, and Vernaza (2017) [16], who linked this lack with a danger that
students will not connect CC and its mitigation with their daily lives.
Similarly, all the people interviewed know the relationship between the use of certain means of
transport and greenhouse gas emissions. When we questioned them on the use of cars, they seemed to
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be concerned about the consequences. However, in spite of this concern, four of them professed that
they normally used cars. People living in rural areas spoke of how they depended on cars to get to the
university campus and of the need to find new options. Another person interviewed (Silvia) spoke of
“the convenience of using cars and of the sacrifice involved in not using one”. In contrast, Boris and
Pablo defended the use of more sustainable means of transport and claimed that walking and cycling
were their usual means of transport, although when analysing this issue, it would be appropriate to
take into account the gender differences noted in the literature [56].
As noted by authors such as Gardner and Stern (2002) [57], high-impact behaviours for CC (for
example, driving) tend to be very important for people who are set in their ways, and these daily habits
are often based mainly on contextual factors (for example, trip distance/difficulty of taking alternatives)
and, therefore, are more difficult to change [57]. This raises the question of whether it is possible to
achieve changes in people’s lifestyles without institutional support to facilitate such advances.
3.2. Speaking about Our Socioeconomic Model and Our Responsibility in Socio-Environmental Problems
The development of the educational experience and the solution chosen in the role play activity
showed that the class group opted for a solution based on social transformation which should be
driven by all spheres of the society. This idea was also reflected in the data collected in the interviews.
After the experience, all the people interviewed agreed that responsibility in socio-environmental
problems (like CC) is a responsibility shared among government, companies, and citizens. In particular,
the role of the government seems fundamental to them (Boris, Estefania, Ines, Maria). However, they
also indicated the importance of the actions of the people; Estefania defended, “The voice of the people
doesn’t clearly tell the government what it must do,” while Pablo asserted, “We are all partly to blame.
I believe that everything starts with us. If we consume, if we have things and want to have more
and more, companies are going to take advantage of that . . . and the governments are going to make
policies that benefit companies”.
In fact, when they were asked directly if they had it in their power to be able to solve
socio-environmental problems individually, they all agreed that yes, they could. Four of them were
conscious of the key importance of joint participatory operations in contributing towards solving these
problems. Ines suggested that “We must do it together . . . with a big social movement.”
With regard to our development model, when we asked them if the best indicator of the prosperity
of a country is its economic growth, the answers seemed to show critical stances regarding the model.
The six people surveyed considered key questions concerning the phrase, and Ines indicated, “Only if
prosperous means quality of life, education, health.” Maria considered the conditions that economic
growth imply: “What consequences are we going to have to suffer to reach that economic growth?”
Pablo thought, “That is what they want us to create but the country . . . I believe that a prosperous
country . . . it’s a country in which everybody shows solidarity . . . where economic growth must be
equitable.” Boris, in addition, indicated that the subject studied had helped to bring about a change
in his perspective: “I don’t think the same now. I believe that it is something that has to do with
economic wealth but not with true prosperity.” Although the answers by Ines and Estefania also
showed the great importance that the economic factor has in their lives, for both, prosperity is bound
to economic growth.
In spite of this critical stance regarding the socioeconomic model based on growth and consumption
shown in its discourse, none of the people interviewed seemed to be truly committed to responsible
consumption or showed characteristics of critical consumers [58].
Therefore, when we asked them if they wanted to know how the goods they consumed were
produced, three preferred not to know; in fact, Maria asserted, “The truth is I prefer not to know, for
that reason . . . because it is easier to stick your head in the sand, so to speak, isn’t it? Because it’s the
easy option,” and Ines said, “I don’t take anything into account”.
The other three people usually read the information on labels, mainly for reasons related to their
individual health. However, they also stated that the purchase decision really did not depend on
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that. Silvia told us that she was interested in knowing if “it’s made in Morocco and with certain
materials, but I’m going to buy it anyway,” just as Estefania confessed, “If I like it I am going to buy it
anyway,” and Pablo said, “Just by knowing if it comes from China or Taiwan, you get an idea of how
it’s produced, how it’s transported . . . but we buy it anyway because really almost everything comes
from there, so it’s difficult.” Maria stated, “Well, until we spoke in class about what happens with the
cheapest products, I had never stopped to think about it clearly, and I believe that yes, it’s something I
will consider from now on . . . When I see really, really cheap clothes, I say OMG, how much profit can
they be making with these clothes if they can sell them for one euro? Yes, I do consider these aspects
but then I end up buying them anyway.” The same person also highlighted that “there are many social
impositions... it’s like stereotypes... we are affected by everything, by the media... influenced by
everything.” Pablo also said, “I see people so, so conditioned by advertising, by consumerism, that I
think it is going to be very difficult to change their minds”.
After the experience, the students interviewed seemed to understand that their consumer habits
affect society and the environment, but they are not prepared to change their ways, showing again
the “breach” that can exist between cognition and action, as noted by various authors [59,60]. Studies,
such as that by Álvarez, Sureda, and Coma (2018) [17] carried out in a similar Spanish context, also
point to the poor commitment to action in solving socio-environmental problems by future teachers who
have a high level of environmental awareness.
3.3. The Influence of Educational Intervention
The follow-up of the process suggested that the experience had been carried out in a positive
way and reflected the students’ motivation and interest in taking part in all the tasks performed; after
the experience, a change was noticed in their ability to critically analyse the information, reflection
capacity, and participation in the socio-environmental debate.
Thus, the data collected seem to show that after the educational intervention, there was an increase
in concern about CC and greater awareness among the students about how this socio-environmental
problem is generated and its relation with sustainability. In fact, when they were asked if they had
changed their ways of thinking after addressing this, they all said yes, to a greater or lesser extent.
Silvia spoke about how she now knows much more and Ines professed, “I see the issue of climatic
change in a worse light now . . . its consequences on the planet, above all, after reading all those articles.
It is affecting absolutely everything . . . it’s important to address it in the classroom someday”.
Ines and Pablo thought that people nowadays were more critical; hence, Pablo said, “I am a little
more critical about what is happening and I’m trying a little harder to pay attention to . . . what I said
before about not wasting so much or changing my lifestyle a little, so as not to contribute . . . not to be an
active part of the situation that makes climate change worse.” Maria maintained that she is much more
conscious: “Like before, as you said in the previous question that it was exaggerated, I did not think
that the climatic change was exaggerated but that it was something good . . . that it was a long way off,
that it wouldn’t affect me, but now yes, I believe this; that is, I’m scared thinking about it because I
think so, that we would have to make things much more radical, but I don’t know, it’s very difficult”.
As Maria’s statements reflect, it’s necessary to highlight that the results regarding changes in their
lifestyles were moderate. Although, after the experience, they seemed to have a critical position with a
socioeconomic model based on growth and consumption, their statements on changing their lifestyles
expressed the difficulties and ignorance that they have and their concern about losing quality of life. In
relation to this, their position on consuming seems especially worrying to us, since most of the people
interviewed choose not to know how things are produced or prefer not to use this issue as a purchase
criterion [55]. These data seem to show the difficulties that people have in changing their lifestyles
and consumer habits after growing up in a cultural context dominated by consumerism [10]. Along
these lines, Schindel (2015) [61] warned of the influence of the neoliberal context on citizenship and on
the risk of promoting a diluted and individualistic form of environmental engagement similar to that
found within this ideology.
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In any case, the data collected suggest that the experience encouraged a change in perspective,
based on reflecting on the problems of CC and promoting critical thought, facilitating their commitment
to mitigating it. This can be a first step towards thinking critically about our lifestyles, but future
interventions must also mainly seek to encourage participatory action in the search for solutions to
socio-environmental problems concerning consumption. It would be very interesting to improve the
specific phase in this proposal that carries out a more in-depth study on the relationship between
consumption, the use of the energy, and CC. While assessing this, it is also necessary to consider that it
is a subject that only lasts a term and that the rest of the university community/social surroundings
does not take part in it.
In short, the training proposal must continue progressing and reinforcing some fundamental
elements. One improvement could be accomplishing new tasks to be implemented in the last phase of
the cycle of learning on sustainability, where real actions related to the subject matter dealt with in the
classroom are designed and implemented, enabling the students to improve their perceptions on the
importance of thinking about participatory action. In addition, it seems fundamental to begin to work
on responsible decision-making in relation to consumption and to involve the rest of the university
community, promoting the “greening” of degrees like this [62].
4. Conclusions
The teaching staff are a key factor in the transition towards schools and communities committed
to the environment and people. The proposal evaluated herein approaches their training based on the
importance of living, innovating educational experiences that enable future teaching staff to reflect on
CC and the lack of sustainability.
The results show that this type of practice based on experiential and participative learning, where
ethical considerations are promoted, can contribute to improving this involvement, as well as training
free-thinking, discerning people capable of using information in a critical manner to collaborate
in socio-environmental problem-solving. Thus, the data collected seem to show a positive change in
terms of their new ways of seeing and understanding the world, seeking solutions related to social
transformation [8]. The results also suggest that this change can be reflected in the way problems such
as CC can be addressed in their future classrooms, a way that is more participatory and holistic [27],
adding value to social, political, and economic dimensions—very relevant aspects that are not usually
addressed in schools [16].
However, the results regarding changes in their lifestyles are limited, which shows the difficulties
of this objective, seemingly attainable only through the participation of the community and of
the institutions involved, such as administrations and universities, in order to move towards
sustainability [63]. Therefore, experience should reinforce this issue, as discussed in the previous section.
In relation to the design of the study, it is also important to note that the sample used is small and
therefore does not enable results to be generalised, which would be necessary for long-term monitoring
to assess the continuity of the lessons learnt. It is likewise necessary to consider its results while taking
into account the limitations of qualitative methodology.
Therefore, it would be advisable to continue investigating proposals that can be the basis of
new educational models seeking to educate a society that is able to take on present and future
socio-environmental challenges and to address the quest for sustainability.
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Appendix A





With whom do you think the main responsibility in the generation of environmental
problems lies? In governments? In companies?
As individuals, do we have the power to solve environmental problems?
Do you think the changes/solutions should come from above?
Economic model
What do you think of this statement: The best indicator of a country’s affluence is its
economic growth?
Do you think that the factor that most determines a person’s well-being is their income?
Consumption
Do you consider yourself a big consumer or a frugal person?
When you make a purchase, do you want to know how the things you are buying have
been produced? Or would you rather not know?
Climate change
Do you know that there is a section of society that thinks CC does not exist?
Do you think the severity of climate change has been exaggerated?
Do you think CC has a very significant effect on your life?
Production and
energy expenditure
What do you think about our responsibility towards climate change?
Do you think we should change our consumption habits regarding energy expenditure?
Transport What do you think about using cars? Do you think it can lead to a huge increase inclimate-change-producing gases?
Influence of the
didactic intervention
Do you think that after having studied the subject, you have changed your mind?
Or changed your lifestyle?
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